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INTRODUCTION 
II 
The pur-pose of this study is to try and discover new 
·relationships between a child 1 s school adjustmont and his 
·· achievement. 
" 
' 
Six classroom subjects were used to compare 
:adjustment and achievement -- reading, arithme·:;ic, language 
·' ,, 
:arts, music, and physical education. Other fMtors included 
" 
: in the study aside from the six subjects are Intelligence ! 
' 
'/Quotient, Mental Age, Chronological Age, Sex, .md Grade. 
;: 
The achievement score was based on subjective teacher 
I group placement within the classroom. The adjustment scores 
! were based on an objective checklist which the classroom 
· teacher scored on a point basis. ;I 
' 
" I 
·~·· 
'I i'; 
CHAPTER ONE 
;\ 
'i SUMMARY OF PREVIOUS RESEARCH 
I. INTRODUCTION 
In these days of objective, scientific measurement, ther~ 
are still those qualities of the human mind and emotions which 
1 are difficult to measure or even evaluate. One of the most 
H 
\ difficult is a person's adjustment to a learning or social 
I! 
·i 
1 situation. This is partly due to the complex factor of persona"" 
' ' i lity. Although personality is difficult to det'inie, Shaffer1 
' i gives the following description: 
Personality does not depend on onn or a few 
characteristics only, but upon the interplay of 
practically all of·an individual's qt~lities. 
Physical structure, chemical functioning, learned 
motives, and habits of adjustment all contribute 
to personality, and not as separate entities but 
as interacting aspects of an organized system • 
• • • • Personality depends upon individJ:ality ••••• 
most personality characteristics cannot be measured 
on a single scale or expressed in numerical terms. 
MacKinnon2 states that there are two basic meanings of 
personality. "They are on the one hand, the definition of per-
sonality in terms of outward superficial appear.mce, and on the · 
·,: 1. Shaffer, Lawrence F., and Shoben, Edward J., Jr, The Psycho-· 
·:logy of Adjustment, Houghton Miflin Co., Boston1, 1956, pp. 
; 310-311. 
' 
','1 2. MacKinnon, Donald W., "The Structure of Personality", (""'f !/Chapter I in Personality and Behavior Disorders, J .N. Hunt, 'i 
• •1Ed., Ronald Press, New York, 1944, p. 3. 
;c.-~-~--=~:..-,::-:.--=..-:;.=rl--,.:;:_-=::;;..-===:o:==.-,..~--~--=---:-::~=-=-::;,-;.,:__·_=.7'"~-==--:·:..-'c._-"'---:'-- ·--------- - " -,_ . __ -.-_- - ii" ·-
1 
' 
·!other, in terms of the inner essential nature of man." 
Meredith's1 view of personality is: 
The individual is being viewed more and more as 
a unique, unified, and whole personality who has 
the ability to act according to his own self-
determination and not just in response to present 
and past occurences. This places major emphasis 
on striving and goal-directed behavi.or. 
If these explanations of personality are generally ac-
i cepted among educators today, then individual Ecdjustment is 
_, 
-also an important concept. Like personality, Ecdjustment is a 
2 
1i difficult term to define. Rivlin2 expresses it in this manner: 
'"Adjustment is more than the passive process of submitting to 
! environmental conditions; it implies the ability to modify the 
' 
·;environment to meet one 1 s desires and needs." 
,, 
Wellington and Wellington,3 although agreeing in general -
i with the idea that education should be concerned with good 
•! 
!adjustment, severely criticize the loose interpretation of 
1
' adjustment in today's schools in the following manner: 
Adjustment is not conformity, nor contentment 
without achievement, nor coddling, nor complete 
freedom; nor complete lack of fear and insecurity. 
However, in both writing and practice, educators 
have implied and exemplified the idea that some 
or all of these concepts are segments of the term 
'adjustment'. And it is because of these 
i! 3. Wellington,- Jean, and Wellington; 
;i ~95!5~~justm~~t," _ S~hool and Societ~'-
c. Burleigh, "That Buga-
Vol. 84, p, 9, (July 7, 
" 
" !i 
j: 
! 
3 
An educational program is not only concerned 
with the learning of specific skills; it is also 
substantially concerned with providing the child 
with experiences of surmounting difficulties, in 
giving him the satisfaction which comes from 
achievement, in furnishing him examples of interest 
and enthusiasm, and in supplying hi.n with some 
degree of that curiosity, zest, and spontaneity 
that characterize young children and at the same 
time develop in him the persistence and goal-
seeking capacity of the older person. 
According to Taft2 adjustment is particularly important 
)! 
',i for the child who is first entering school. T~:ft3 feels that: 
'i ''Every child who enters school for the first time needs to get 
the feeling that he can maintain himself with a fair degree of 
~ ; 
~ i success in the school environment." 
In this matter of adjustment, the school and the teacher' 
[i certainly play an important role in the formati'Te years of a 
i 
r child's life. Since each teacher and each child has a diffe-
'
[ 
rent personality, the nature and relationship of school adjust-. 
I 
II ment is a complex study. 
I 
I . 
I 
I
. 1. Anderson, John E., "The Relation of Emotional Behavior to 
[Learning," Psychology of Learning, National Society for the 
1
;, Study of Educationd Forty-First Yearbook, Part II, University 
of Chicago Press, hicago, 1942, p. 345. 
I 
' I 2. Taft, Jessie, "The Relation of the Hygiene· of the Average Child", Mental 
! 67~-687, (Oct. 1923). 
!"\ ~~3. ~~ P• 676. 
···~~=~==1='·.-···=-==-= -===·=·-•-- ··o=-~~~-•=••===· 
v 
.\ 
!\ 
:1/ 
School to ·;he Mental 
Hygiene, Vol. 7, pp. 
4 
4 
., 
II. THE ROLE OF THE TEACHER 
Teachers are as subject to unfavorable personal charac-
1 teristics as other people. As Cochrane1 indicates: 
School teachers must realize that with their 
personal idiosyncrasies, emotional I>atterns and 
fixed convictions influenced by formal training, 
they may create just as an undesirable environ-
ment for the child in school as he rray encounter 
at home. 
Anderson2 gives some concrete help on ways to create a 
[desirable emotional climate in school. The following are 
•,: considered by him to be minimum requirements: 
,I 
;! 
1. Accept each pupil as an individual who needs and 
deserves to be respected and whose Uldesirable 
behavior hasn't just happened but has been caused. 
2. Meet and develop the physical, mental, and emo-
tional make-up of each pupil, which means helping 
each pupil work toward the goal of successful 
adjustment. 
3. Discover and evaluate the capabil:~ ties of each 
pupil not only in curricular activit:.es but in all 
activities related to school. 
4. Make use of this knowledge of ind:l.vidual diffe-
rences in planning the instructional program. 
'). Be a friend as well as teacher and be able to 
deal with both the academic and persc·nal problems 
of children. 
6. Not take the easy way out. Almost anyone can 
" 
., 
.. 
talk to a class but only the interested, the skilled,.! 
and the understanding can teach • 
q 
!i 
·, 
,j 1. Cochrane, Hortense S., "Emotional Aspects of >3ocial Adjust-
l'ment for the Child," Hental Hygiene, Vol. 32, p. 5'95' (Oct. 
'11948.) 
:t . 
-:~=- ~~ ~e!~~:~s~~~g_~~i~~~ v~i:-~.f~~~:~~e6~~~~! ~~~~~~- ~;~55_~~~~' Pro-
t; 
'I 
:] 
> i! 
" :i 
I 
7. Remember finally when a pupil becomes relatively 
well-adjusted he can be guided to make something of 
himself. 
Oldenwald1 also shows concern for the welfare of chil-
:' dren as related to the teacher and the other ·~hildren. The 
:I 
'i 
ll teacher should help each child have healthy, eomfortable adjusti 
ments in schoolroom experiences as these same experiences will '.' 
carry over to adulthood. Some teachers seem to have too little:! 
I 
II emotional balance themselves to be able to help children have 
" 
Ill the type of emotional development that will help them become 
1
1,
1 
well rounded adults. 
II Two types of immature teachers can be vury detrimental 
1! in the classroom. One type is the kind who is so authorita-
[J tive and despotic that she terrifies the children. This type 
.; 
'I I may be an oral sadist who uses biting sarcasm and humiliates 
the child in front of the class. The other typ•:l of immature 
[ teacher is the sentimentalist. This type of teacher feels 
i i that the child can do no wrong and therefore gives the children 
I 
II very little guidance. She excuses pupil behavicor to such an 
\1 extent that pupils feel insecure. Oldenwald2 makes a few 
il 
iJ concluding statements: 
l,·j The teacher should strive to maintain an atmos-
phere wherein the child feels so adequate and 
I! accepted that he can recognize failure and deal 
11 with it realistical11; and without pan:lc. • • • • They 
1 themselves Lteacher.§/ must have personal qualities .! 
1 which make them accepted by their stuccents and their : 
'•I community. 
I! 
-------,--------------
1. Oldenwald, Robert P., "Mental Health and the Schoolroom", 
.. Education, Vol. 75, pp. 18-23, (Sept. 19?4.) 
Otto1 agrees basically with Oldenwald and Taft, but 
expresses it in a different manner: 
6 
The teacher must not view herself as a discipli-
narian who has been employed to maintain order, but 
rather as a student of children's growth and devel-
opment, as an advisor and guide to children, as a 
person who has an educational function of helping 
children grow in self-discipline and in skill in , 
group efforts so that each school aetivity may occur:! 
with an orderliness appropriate thereto and so · 
children may succeed in transferrin€: the self-
discipline learned in school to other life situa-
i tions. 
I/ Rivlin2 emphasizes the child's strong tendency to imi-
l,!tate the teacher's attitudes and mannerisms. A teacher, who is 
11 poised and self-confident, who is a living example of one who 
:i 
•i can meet opposition and frustration ably, will ~et the stage 
ii 
11 for good pupil adjustment. The classroom is not the place for 
II the teacher, who lacks outside compensations, to be a domi-
1. neering force in the classroom. He su.1'1'.marizes in this manner: 
\ "It is for the teacher to help the emotional stability of her •i 
I class by being well-adjusted to life and by assisting the 
youngsters with the sympathetic understanding that encourages 
each to face the problems of the day confidently." 
Topp3 is interested in positive ways the tHacher can 
help the child in adjusting to the school situation. First of 
1. Otto, Henry J., Social Education in Elementary_Schools, 
'B.l.'M'nart and Co., Inc., New York, 195'6, p. 100. 
2. Rivlin, op.cit., P• 18-19. 
3 Topp Robert F., "Adjustment Via The Classroom," 
of Education, Vol. 33, pp. 176-178, (Sept. 1950). 
Journal 
'I 
. 
" 
' 
7 
~ 
I 
!I all the teacher should always have an attractive classroom and 
• 
:, 
)i I 
1 be pleasant and attractive, herself. A teacher should familiar4 
ize herself with a child's history and learn about his strong 
tl points and his weak points. 
,, 
,, 
Each teacher should strive to be 
I 
·) 
I 
'( especially understanding of the child, who at first glance 
:r i 
'i seems to have few desirable characteristics. .By observing the .: 
·:I 
1 way the children play games and participate in social activi-
\( 
~~ ties, a teacher can determine the type of reprjmand sui table to,· 
!I 
II 
II 
certain children and what special activities they should be 
I' 
'I I, experiencing. To the best of the teacher's ability she should d 
:( try to secure each child 1 s confidence and know ~rhen and if the 
: 
'' child is so emotionally disturbed or immature as to need out-)l 
il 
II 
\i 
side help from a psychiatrist. The teacher should provide for 
each child so well that each individual can expe:?ience intel-
lectual success. Also, the teacher should respect each student 
as muah as she would an 
: 
adult friend. Although this seems like 
I 1 
, a tremendous ;lob, Topp reassures teachers: 
Ill 
!I 
I 
Teachers should not feel inadequate in attemp-
ting to meet the personality needs of 1;heir pupils. 
It is not unlikely that many teachers possess a 
better understanding of children's reactions 
through close contact and unique observational 
opportunities they enjoy, than do others outside 
the teaching profession who may have greater tech-
nical training in mental hygiene. 
' ~ \ 
,, 
I' 
'nle latter part of Topp's statement (concerning a , 
:\, , bili t1 to influence children's emotional 
, tea.chet s a 
1 thened !y the following statement of 
' 1s strang 
I 
178. 1 Z• ~r p~ _.--=::::~-·=--=====•==== 
stability) '! 
L 
' :: 
., 
:I 
;: 
,, 
., 
': 
• 
I 
'[ 8 
,,. ' - ,, 'o. '' ' ·'' 
i 
i/ Bratton 's:l 
I, I' , 
11 The classroom teacher is in an e:ICcellent position., 
· ... :/ to recognize incipient signs of emotional distur- , 
bance. Though she may lay claim to no psychiatric 
.. 1
1
'j knowledge, she is in a posi tj on, provided she is in " 
good health herself, to act posi tivnly tmvard safe-
11 Sinc:u::d:::h t::e:e:::~n:e:~ t:h:f t:::h::t:r::s :s in line 
·! with this study to look at what has been discovered about the 
I 
r: teacher's ideas and attitudes toward children, not ideally 
:1 
11 but in actual practice. Perhaps one of the most interesting 
\i studies and certainly one which has influenced literature ever 
il since is Wickman 1 s 2 study of teacher 1 s and mental hygienists 1 
il attitudes toward children's behavior. In this 1:tudy there was 
I' 
.r il very little agreement between mental hygienists and teachers 
I 
as to what types of behavior were seriously bad. Mental 
I \ hygienists marked types of behavior which their studies showed 
I' i\ caused emotional instability and sometimes mental illness, 
ill \.rhereas teachers checked types of behavior which were either 
morally wrong or caused classroom disorder. 
Stouffer3 has brought Wickman's study up to date by 
repeati.ng it on a comparable group of present dar mental 
' 
" 
1. Bratton, Dorothy, Classroom Guidance of Pupils exhibiting 
Behavior Problems," Elementary School Journal, V cl. 45', p. ,; 
286, (Jan. 1945'). '1 
2. Wickman, E .K., Children's Behavior and Teacher's Attitudes ; 
The Commonwealth Fund, New York Division of Publi~ations, 1929.i 
• !I 
3 • Stouffer, George A.W., Jr. "Behavior Problems :>f Children :1 as Viewed by Teachers and Mental Hygienists: A St·1d~ of PrT,sent,1 
Attitudes as Compared with Those Reported by E.K. W1ckman. 1, 
Mental Hygiene, Vol. 36, pp. 279-285', April, 195'2 • 
rl "=•c ·-- -~ ... ,,. ..... .. ,, .. -···, -It·~ -----· . 
'I 9 
. li 
;i 
il hygienists and teachers. 
I• If 
Stouffer's study revealed that 
;j teachers and mental hygienists are in closer •greement now • 
. (However, teachers still tend to mark as behav:Lor problems those 
' ii !things which are detrimental to classroom learning and order. 
ii ~!However, there are eleven traits which both mental hygienists 
!i 
ii il and teachers regard as serious problems whereas in the earlier 
The eleven traits are: 1 'I ,, study they only agreed on two. 
' I 
! 
li 
I 
I 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
Resentfulness 
Nervousness 
Domineering 
Easily discouraged 
Suggestible 
Sullenness 
Physical coward 
Restlessness 
Imaginitive lying 
Thoughtlessness 
Lying 
This study also showed that teachers tended to mark 
behavior as objectionable whereas men·;al hygienists 
!tended to mark subjective types of behavior as being more 
i 
I serious. As this was even more true in the earlier study, it 
I 
lmight be well to examine the reasons for this difference. 
I 
I 
Stouffer states the hypothesis that perhaps the gulf is 
iii not so much a matter of knowledge of psychology ,3.nd child 
I 
il development, but a difference in the type of job teachers and 
;! 
I 
.'mental hygienists are required to do. For instance the teacher 1 
' 
11 is employed basically to teach the child certain skills and 
i' lknowledges whereas the mental hygienist is a clinical worker 
I 
1. Ibid. 
1,', 
' 
' 
j 
I• 
-c·•.i!. •.~ .. ·c~C"=.c.c· 
!! 
1.! 
10 
;i 
---- -· 
I' 
I' !who does not need to be concerned with teaching the child any-
)thing, but can concentrate solely on the child's behavior and 
!i 
I emotional problems. 
., 
By the very nature of her job and communitJil 
II 
,[pressures, the teacher has to be 
i 
mainly concerned with ii teachi.ng ,: 
! 
, Undoubtedly these pressures may at times aggrav-ate behavior 
' 
:) problems. From this study it was concluded that study of child 1 
I growth and development needs to be continued a;1d the knowledge 
I 
, made available to teachers and mental hygienists. 
Many of the eleven traits given above Wi)Uld come under 
i the heading withdrawal tendencies. Withdrawal is one of the 
i chief character traits of children which has caused mental 
H 
hygienists much concern. The concern of the mnntal hygienists i 
i 
has been so great that they have influenced schools and 
teachers to be concerned also. 
Despite a general concern about this behavior mechanism 
I authorities differ as to its seriousness. In ~:tudying normal 
i 
,! first and second grade children Johnson1 state~: the following 
I 
, optimistic view: 
With most of the children, the withdrawal 
appears to be an adjustment mechanism which is 
ammenable to change without a prolonged and 
intensive psychotherapy. 
2 Johnson's study also included a questionnaire sent to 
, first and second grade teachers in Jackson, Michigan asking 
i 
i; them what they would do to help the withdrawn child. Thirty-
! 
,! :: ___________ _ 
[11. Johnson, O.G., "Teacher and 
,.
1
' Digest, Vol. 22, pp. 22, April 
f . 
ll 2. Ibid_,_ Pl!_• 19-22. 
i; 
., 
'i 
' I l\ 
the Withdrawn Child", Education 
195'7. 
:( 
'· 
~ 
II 
!i two teachers responded with one-hundred and thirty-seven 
'I I, 
!I suggestions. Most of these responses were th:tngs that would 
1:help the child gain self-confidence, and more self respect. 
i 
11 
: Once a child has been helped to feel a member of the group and "' 
I ' 
' 
ii participates in class activities the child will be able to be 
•I 
"a part of the group and will take part willingly. 
A warning from Cochranel is a caution e.specially to 
with large classes: 
Whereas the aggressive child at least makes a 
determined effort to effect an adju<tment the 
fearful, timid child •••• is not actively attempting 
and adjustment. The probability of his final 
adjustment to social demands and to his personal 
problems may become less favorable than in the 
case of the aggressive child who at least tries 
to manage and manipulate his surroundings. The 
withdrawn child is potentially more :Jeriously in 
need of help than the aggressive ind:lvidual who 
gains adult attention because he is annoying. li 
,j 
'• L 
i '• 
Topp; 2 also, is conscious of the fact th~.t teachers have : 
.Jmany pupils in their care. 
'I 
It is very easy for a teacher to 
\:unconsciously favor certain pupils and at times be overtly 
li 
I' 
[j sympathetic with some children's behavior. Howe7er, by close 
I observation a teacher may be able to see types of behavior 
I which will lead to difficulties in adulthood. Of these types 
of behavior withdrawal is more important than aggression. 
'3 Rivlin, too, stresses the teacher's tendency to over-
l 2. Oocbrane~ Hortense. ''Emotional Aspects of Soc:lal Adjust-
1 ments for the Child," Mental Hygiene, Vol. 32, PJl• 5'86-5'95', 
\;(Oct. 1948). 
) 2. ropp, op.cit., pp. 176-178. 
,, 
,I 
~). RM!n, o2o£1t., PP• 12-IS. I 
----·-'=-c";,-;·.:::.·:;:= __ -::- ~-- -..:.--~c .. :o:....:. --~ .:-:.·o:·-=~--- --1f:.;o:=.--:.~·.-=.o:.::=:~-:-
:\ 
I, 
liemphasize the seriousness of those types of behavior which 
il 
12 lj 
liresult in classroom disorder and to overlook signs of behavior ! 
' I 
1
1disorders which do not result in classroom disorder. Often it 
!I 
:iis impossible to correct the maladjustment as such, but the 
'I 
ilteacher can help the child to adjust to his environment in a 
!/positive way. Of the teacher's duty Rivlin1 gives this descrip-: 
" !tion: 
I 
! 
:t 
It is her difficult duty to create a classroom 
atmosphere where each pupil is encouraged to prac-
tice the twin virtues of self-expression and self-
control. 
Thus it can be seen the teacher plays an important part 
:i !lin child development and the question may well be asked what is 
'I 
'I lithe teacher's reaction to her pupils' behavior'? In a study 
:idone by the National Education Association Res·~ arch Division, 2 
,I 
h t was found that two-thirds of the public sch<Jol teachers in 
' 
,i 
:jthe United States report that real trouble mak·~rs account for 
' 
!fewer than one in every one hundred pupils, almost 95% of the 
!)teachers reported either exceptionally well-behaved or reason-
.!ably well-behaved youngsters, only sixteen tea(:hers in one 
ithousand have been subjected to physical violence within the 
twelve month period previous to the study. 
In large cities the situation seems to be more serious 
'ithan in smaller communi ties. 28% of the teachE•rs in school 'i 
I 
!!districts containing l,ooo,ooo pupils or more recorded an act of,i 
i 
:! 
I i!l. Ibid, p. 15. I 
~~2. Nattonal Edu.cation ~ss.ociation .. Resea.r.ch Di. v.j ..... sio.n,.· '.'T. ·e. a·.che·r· .· . '.'.i 
J,9Ejni£E, ~/~W!JSahaVlor 1955-56," N._E:~· -~~se~r~~~Bullet~~~-----1-==="' 
:; 
:i . . ~ ~ ~ --
1 violence against some faculty member in their school. Only :: 
i 22;g of teachers who worked in cities of this high population 
13 
ii 
.. reported children exceptionally well-behaved. Bigness seemed r: 
to be a contributing factor to difficult situations: 1 
Sheer bigness of the educational enterprise 
and trouble with pupils seem to go hand in hand. 
Teachers in big school districts, in big schools, 
and with big classes, reported significantly more 
trouble with pupils than teachers in small school 
districts, in small schools and with small 
classes. This was one of the clearest and most 
definite relationships established by this study. 
Teachers in this same study also had some rather definit~ 
ideas about why children were unruly in school: 2 
The factors most frequently associated with 
misbehavior in school, in the opinions of class-
room teachers, are related to the home and family 
of the children and youth. 
Besides the irresponsibility of parents and unsatisfac-
tory home conditions, teachers felt children lacked training 
and use of moral and spiritual values. Academic lacks which 
teachers felt lead to behavior problems included lack of 
special classes for mentally retarted and academically 
retarded children and overcrowded classrooms. The latter 
again seemed to be stressed more by teachers in urban areas. 
III. THE: CHilD 
When the child ~irst comes to school he steps from the 
world of the pre-school child into the school world. 
I 1. Ibid. p. 104. 
~ 2. Ibid. p. 106. 
·co.~~~ ~~====="=~-o-~====·•-= •··•========·•• 
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1Hostler indicates certain characteristics which are typical of· 
!a pre-school child. The pre-school child is auicker to show 
:feelings and actions than older children and adults. The pre-
school child is self-centered and more absorbed Yli th his activi- .; 
ties. Often this stage shows very uneven development in 
!learning how to do everyday things. Parents are urged to give 
' 
' :· 
this child who is still at home an established framework of 
behavior wherein the child can develop in a healthy manner 
without many "don'ts." Even a pre-school child should be 
taught to adjust and accept his own strengths and weaknesses. 
Parents are continually being given advice on how to 
treat the pre-school child which means children have many 
different types of background depending on their home situation~' 
I 
1: 
.! One experiment which was done on a group of children coming from: 
' ' 
cultured homes was carried on in the experimental nursery of 
the Fels Research Institute. Baldwin2 carried on this study 
to determine what type of home was most beneficial for the 
development of the pre-school child. From the study of the 
:children in the nursery school and a study of their homes, it 
was felt that homes that were actively democratic gave the child;: 
:1 
:more chance for socialization and interpersonal relations as 
;against the home where there was much parental control and 
1. Hostler, Amy. "Some Get Along -- Some Don't --Why?" 
:!National Parent Teacher's Magazine, Vol. 49, pp. 21-23, Oct. 
,, 195'4. 
'· I' 
,[2. Baldwin, Alfred. "Socialization and the Parent-Child Rela-
f't , __ JH_2~j~~~~:"~~d ~e~el-~~~~~~-V~o_l_~.-=9-~~c .. ~~.·. 3, Sept. 1948, pp. 
15' 
: little family democratic living and doing together. Nonconfor- i! 
' ' 
'mity and rebelliousness might accompany the more democratic and '
1 
; active procedures, but it was thought this was not detrimental , 
in the overall picture of child development. The author1 
: leaves the point open to discussion in this manner: 
We in child development seem at present to 
believe that spontaneity, even if it involves 
rebelliousness, is a sign of good pre-school 
adjustment. Whether that belief is true, true 
in some cases, or untrue, must be discovered 
by further research. 
The children come to school 
1
1 grounds and with many experiences. 
from a wide 
2 Both Trow 
variety of back-
and Oldenwald3 
indicate that children come to school with feelings and ideas 
whjch are deeply rooted and which began in the home. Parents 
' of school children are also given much advice about how to help 1 
! their children. Hurlock 4 gives some very positive and helpful '; 
' 
: advice which indicates that the child whose parents take an 
' ' ; 
1 interest in him and his school work, who teaches him responsi-
, bility and inspires him to help at home, in the community and 
! at school will help the child make a continual adjustment to 
school life. 
·: 1. Baldwin, Ibid, p. 136. 
, 2. Trow William C., "When Are Children Ready to Learn?" 
Nationai Education Association Journal, Vol. 44, p. 78 (Feb. 
19!)~). 
3. Oldenwald, Op. cit., p. 20. 
!i 4. Hurlocki E.B., "Helping Children to Like School," Today's 
;!Health, Vo • 34, pp. 60-61, (Sept. 195'6). 
!i 
!' 
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Hildreth 1 s1 contention is, however, that every first 
grade class has some adjustment problems varying in origin and 
range of difficulty: 
Bright children of good mental ability as well 
as slow learners have adjustment problems. The 
teacher needs to distinguish between handicaps 
that are due to environmental conditions and those 
that are due to native lacks and constitutional 
factors. 
The newer methods of sociometry are pointing out the 
pupil's world is often different from what a keen teacher 
judges it to be, Swartout2 in a sociological study proved that' 
a classroom teacher with over twenty years experience did not 
know which children in her class preferred each other. The 1 
teacher made a subjective listing of children who preferred 
each other in the class. The children were also asked about 
children they liked and did not like. The resulting sociogram 
, of pupil preference showed little relation to the teacher's 
:! 
listing, Later in personal conferences, it was found children 
were unpopular because of such things as poor ball playing, 
i poor skin, and shyness. Many of the pupil's difficulties were 
, shown to be subject to change which led to their greater ,, 
acceptance by their peers. Teachers, then, must be aware of 
the pupil world in which their children exist. 
Each child is a part of a group which for instructional 
:: 1. Hildreth, Gertrude, Readiness for School Beginners, 
:; Book Co,, New York, 195'0, pp. 31, 
,, 
World 
: ~
" : 2. Swartout, Jack M. "When Children Judge Each Other," Today's 
i Health, Vol. 34, pp. 40-41, (March 195'6). ,, 
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'' as well as social purposes holds importance for child growth andi 
i 
teacher handling. Bradford1 explains why group work is 
,especially important for the child: 
I 
In too many classrooms pupils develop a passive 
acceptance of authority and dependence on others 
that is poor preparation for coping with diffi-
cult adult problems. 
Bradford believes there are fewer discipline problems 
!When the child is participating and receiving satisfaction in 
I 
'a group activity. 
The place of the individual in the group is expressed 
i An individual brings himself and his self-disci- : 
pline to a group, but the composite psychology '' 
of the group usually causes the individual to 
behave differently than he would if he were alone. 
In a group the self discipline of individuals 
must be amalgamated into a new design of group 
behavior. 
Despite all that is known about teaching for adjustment 
i, and group therapy, the question is still unanswered: why do 
:! some children adjust adequately and some do not? Certain 
;rather specific indications or symptoms of maladjustment seem 
ipertinent to a study of adjustment and achievement. 
IV. SYMPTOMS OF CHILDREN'S MALADJUSTMENT 
Bratton3 identifies certain types of children who need 
,;1. Bradford, Leland P. "The Pupil and the Group," National 
;!Education Association Journal, Vol. 46, p. 104, (Feb. 195'7). 
!:2. Otto, Op.cit. p. 49. 
:l 
' p. Bratton, op.cit. pp. 286-292. 
,,,,,,~h-=---~~=-o,,-,,=~===~===~'==~ 
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'i special treatment from the teacher. Many of these children 
!would suffer without special attention. The types follow: 
·I 
ii 
" 
' 
1. The shy or seclusive type 
2. The aggressive child 
3. The stubborn of negativistic child 
4. The dishonest child 
?. The impertinent child 
6. The lazy child 
?. The truant. 
The Shi or seclusive child is easily overlooked by the 
teacher. This child by withdrawing and behaving well does not 
attract attention. This child needs a sense of accomplishment 
· especially in social activities. 
The aggressive child may be bold and forward. This chil& 
lacks fear and enjoys getting things done. If he is overly 
aggressive and bossy, he is often disliked by his classmates. 
,: It is easy for this type of child to regard himself as more 
accomplished than he really is. This child should be given 
experiences as follower as well as leader. 
The stubborn or negativistic child is usually the pro-
duct of domineering parents, other adults, or other children. 
This child should be given help in developing more positive 
i attitudes. The teacher should use praise wisely in this 
instance. 
The dishonest child is usually judged severely by 
teach~rs and society, but not by psychologists. Often a child 
is dlshonest because he fears being scolded. A good way of 
:i dealing with dishonesty is to caution the child to think before 
:· 
,! speaking. With a young child it is better not to punish dis-
'i 
d 
'! 
i 
·., ___ 'honesty_ direc+Jy, .... d:.t 1 s he.s_t. to try an~tJJ.elp ~cl:lilli~t!:l ··---. -.~-'*-'"·~~-·~= =-=.-. 
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: solve the problem that caused him to lie or steal. 
' 
The impertinent child usually has learned this type of 
.i behavior either at home or is exemplifying the teacher's lack 
of tact. A teacher should be especially careful to be cour-
: teous and considerate when dealing with a child. If imperti-
·: nence persists, a teacher should try and find out why the child,, 
;; has this attitude toward others. 
The lazy child is usually not just naturally lazy. Ther~ 
' may be some physical basis for laziness which should be found 
i and identified. A child may be lazy to get attention or 
I 
!because he has an academic disability. Instead of just dubbing 
: a child lazy or scolding, a teacher should find something 
,praiseworthy in the work he has accomplished and try to give 
.. 
:special help in areas where it is needed. 
The truant is usually 4n indication that the school is 
, failing to reach a particular child. The teacher should try 
i to adjust the curriculum to the child 1 s needs so that he will 
:want to come to school. 
Some modes of adjustment may be normal and natural in 
:one situation, but exaggerated to such a degree as to be harm-
1 
' ful in another. Rivlin discusses mechanisms of adjustment 
'which are encountered among normal pupils and which if impro-
'perly used may lead to maladjustment. One of these is intro-
,version which has been quite thoroughly discussed under with-
,drawal and the teacher and the shy child. Rivlin stresses 
I 
I 
20 
ii 
i getting the child to participate in class activities as have 
·. the other authors. Mechanisms mentioned by Rivlin that have 
·, not yet been discussed are: 
Day dreaming which in a moderate form is utilized by 
:both adults and children. It is often used as motivation or 
:' a substitute for action. The latter can be a means of hiding 
•
1 from the real world. A child needs to be taught that he can 
'i 
use day dreams to achieve new things, but not as an escape from: 
reality which can lead to real psychological difficulty. 
Sublimation is required of most students when they are 
,. 
'i in school. It is the school's responsibility, since it 
thwarts certain drives and desires of its students to provide 
indirect outlets. This is largely taken care of through the 
extra-curricular program. 
Identification is not usually harmful when a child 
identifies himself with someone who has already achieved 
certain successes. However, it can become harmful if the 
identification becomes so complete that the person involved 
really believes he ie: , someone else. In the latter case 
' psychiatric treatment is needed. 
Rationalization can be a consoling way of explaining 
'! 
re sponsi bili tf failure. This means a child is not accepting the 
for his own acts, The child should be shown ways of adjusting 
and overcoming the obstacle which he was using for an excuse. 
Irrational ideas are spread by people of intelligence 
A child very early is apt to pick up ideas which 
fact. It is impossible to reason against irrational ideas. 
A teacher can help by being indirect and showing evidence on 
the side of truth. An example of this procedure is using a 
21 
1 display of Japanese art in combating an oriental prejudice. 
11 
Extreme adherence to irrational ideas needs psychiatric treat-
ment. 
Childhood delusions are typical of most children while 
they are growing up. The child may think he is adopted, 
unloved or picked on in school. A child needs to be helped 
to have more self-respect. It is often the quiet or seemingly 
well-adjusted child who may be nursing hurt feelings, which 
shows the importance of showing some attention to all chil-
dren. 
Projection is blaming failure on something beyond one's 
control. As in rationalization, the child needs to see that 
he can do something about his limitations and that he is 
responsible for what he can or cannot do. 
Fears and phobias usually indicate a response which is 
out of proportion with the stimulating factor. A teacher can 
help a child, who has inordinate fears, by studying the problem:! 
and in some cases consulting the family to find out its ori-
gin. With this knowledge, in some cases, a teacher can 
reorient the child to the same situation in a pleasant way and 
change the child's response. 
Regression is going back to an earlier form of behavior.:i 
'i 
By making the here and now pleasant and within the child's n I 
...... ~ange of'_abjJ,:!ty. the. teacher Can USUa),Jy C,Qm]l{it; :I'e~re;;"sJ,yen .. cl~,~~~=·'"''· 
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,[tenoencies and stimulate better forms of adjustment. 
1 
Compulsion neurosis means that the person seems to have 
j 
·;to carry out a particular action. Children often have manner-
!/ 
-!isms which are not neurotic. When a child 1 s mannerism becomes 
., 
i 
jso compulsive as to interfere with his general adjustment, he 
behavior which shows inattention and emotional indifference to 
1the ordinary world. Secondary symptoms include: "temper dis-
!Plays, a dimini.shed breadth of general interest, emotional 
'-----------------
- '[1. Banning, Evelyn I. "The Lonely Road Of Unreality", 
r , land Society, Vol. 72, pp. 132-133, (August 195'0). 
•I 
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expressions, negativisms, psychomotor agitation, a variety of 
speech disorders, and overt sex practices." 
Another form of maladjustment which causes concern is 
juvenile delinquency. Kvaraceus2 has studied delinquency in 
terms of children's adjustment to school. This study shows a 
direct relationship between delinquency and school adjustment. 
1 The delinquent students studied were not high academic 
achievers, had a tendency to truancy, or admitted a dislike 
for school or persons associated with the school. Also there 
was a significant decline in delinquency,in the district 
studied, during the summer months. 2 Kvaraceus recommends: 
Only when the school brings all its pupil-
experiences under careful scrutiny and examines 
them in the light of its aims expressed in the 
terms of desirable changes in behavior can it 
expect to exert consistently constructive influ-
ences in the direction of desirable conduct. At 
the same time the school must provide special 
services and techniques to assist individual 
pupjls who begin to show early symptoms of 
undesirable adjustment. A slight movement is 
perceptible in this direction. What is needed 
is a wholesale, many-sided attack on what is a 
many-sided problem. 
Gnagey3 dealing with the same problem does not feel the 
schools are responsible for juvenile delinquency: 
1. Kvaraceus, W .c., "Delinquency A By-Product of The School" 
School and Society, Vol. 54, pp. 3?0-351, (May 1944). 
2. Kvaraceus, Op.cit., p. 371. 
3. Gnagey, W. J., "Do Our Schools Prevent or Promote Juvenile 
Delinquency?", Journal of Educational Research, Vol. 50, 
p. 218, (Nov. 195'6). 
l 
I 
' 
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When all the data are in it seems falacious to 
accuse the school of being a major contributor to juvenile delinquency. An accusing attitude towards 
the schools may be merely a "scapegoating' pheno-
menum, employed to release some of the emotional 
tensions held by parents or possibly others. In 
any case, objective interpretation of the data 
available cannot accurately be used to indict the 
school. 
To substantiate this statement, Gnagey1 points out 
that only two out of one hundred school children are delin-
quents, that the fall off of delinquency in the summer months 
in some areas may be due to the dispersion of the population 
to vacation spots. Also, that the high incidence of delin-
'l quency right after school hours may be explained by the fact 
! 
! that so many children are grouped together without supervision 
:i i: right after school hours; at the same time police and public-
i minded citizens are on the look out for. delinquency which at 
other times might go unnoticed, 
It can be seen that there are many types of maladjust-
•• ment some serious and some of an easily remediable type. One 
•
1 
phase, both of adjustment and maladjustment, which is parti-
cularly pertinent to this study is the relation of adjustment 
, to achievement in school and school subjects. Since this 
! 
study is primarily concerned with the first grade child, 
achievement and adjustment in reading and their relationship 
is of utmost importance. 
~ 1. Ibid, p. 215-219. 
ii 
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V, ACHIEVEMENT AND GENERAL SCHOOL ADJUSTMENT 
Hildreth1 contends that the chronological age of a child 
''does not guarantee success in grade one. Since there is no 
minimum mental age required for first grade, the teacher may 
be faced with the follm¥ing situation: "In a typical first 
grade class with thirty-five pupils, mental ages will range 
·: from four years six months to eight years six months." 
I 
I 
1 Hayes2 study shows that a low mental age can be detri-
mental to achievement in first grade. In a community outside 
Boston, it was found that three-fourths of the failures in 
i first grade were due to low mental age at the time of school 
entrance. This study recommended that ftrst grade entrance 
~ age should be a minimum of six years of mental age. 
Miller,3 in a study of Evanston children in Grades I-VI, 
shows that low chronological age is not too important in school 
,achievement. Each child differs in the way they develop so 
,chronological age is not too important a criterion. 
4 King's study compares achievement and personality of 
1 1. Hildreth, Op,cit., p. 19. 
i 2. Hayes, Eleanor, "Why Pupils Fail", Educational Method, Vol. 
il3, p. 25', (Oct. 1933). 
,, 
'i3· Miller, Vera v., "Academic Achievement and Social Adjustment: 
.: of Children Young For Their Grade Placement", Elementary School 
:Journal, Vol. ?7, No, ?, p. 25'7, (Feb, 195'7). 
i4. Kj.ng, Ethel, "Comparison of Achievement and Personality 
:!Ratings of Tested and Nontested Children", Masters Thesis, 
:jBoston University, 195'1. 
1 1 into accelerated, normal, and retatded children. The results 
'I 
I 
; 
i of the study showed that all children had more desirable 
traits than undesirable, The accelerated children seemed to 
have more desirable characteristics than the retarded children, 1 
but it was not an overwhelming ratio. The retarded group 
1 did show more disinterest and indifference to school work than 
the normal group. The retarded were found to be more diso-
bedient but compared favorably with the normal children on 
quietness, calmness, stubborness, and excitability. Further 
testing of forty-five of these children with undesirable 
;, character traits suggested that emotional instability may be 
:j 
:j 
' one cause of thej_r anti-social behavior. 
1 Bonney's study tries to determine the relation between 
social, intellectual, and academic growth in grades II-IV. 
' This study was carried on in Denton, Texas where tests were 
I 
given every year in grades II-IV, These tests included tests 
I of general social acceptance, of mutual friendships, group 
intelligence, and group achievement. Correlations were made 
on every grade level. The results showed that in everything 
: exceDt mutual friendships the coefficients were high, This was: 
interpreted to mean that general social acceptance >vas as con- i 
stant over a three year period as I.O.'s and academic achieve-
. ment. In relating all these scores the two social scores had 
'i 
I -------------11 
:i 1. Bonney, Merl Edwin, "The Relative Stability of Social, il Intellectual, and Academic Status in Grades II to IV and the 
;, Interrelation between these Various Forms of Growth", Journal 
I of Educational Psychology, Vol, 34, pp. 88-102, (Feb, 1943) • 
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underage and average age children. The "tested" group were the·, 
underage children and the "nontested" group the average age 
children. "Tested" in this case means the children were given 
a pre-school test to see if they would probably be successful 
.! in schoolwork, an intelligence test. The children were paired 
according to sex, mental age, and the school they attended. 
These children who entered first grade together were given an 
achievement test and a personality rating when they reached 
eighth grade. The differences in the two groups were not sig-
nificant, so that King1 states: 
It is evident that I.Q. and mental age are 
extremely important factors in revealing and pre-
dicting a child's chance for success in school 
work •••• A study of the results of the complete .
1 data reveals that it is reasonable to expect 'I 
normal academic progress and social adjustment 'I 
from the underage children who are admitted to 
school by test providing they are physically 
mature. 
Varying mental ages often brings about problems of 
adjustment in the classroom. Buswe112 tried to determine 
:; whether children who are accepted by their peers differ in 
1 academic achievement from those who are rejected. jl 
d 
Kinder gar ten> 
'! 
and first grade children were studied. Children were not 
': tested for achievement until first grade. Social choices among'' 
: 
their peers were recorded both in Kindergarten and first grade.:i 
H 
;! 1. Ibid, p. 35'. 
:: 2. Buswell, I-1argaret, "The Relationship Between The Social 
" Structures Of The Classroom and The Academic Success Of The 
- ',·.il: Pupils", Journal of Experimental Education, Vol. 22, pp. 37-
r 1 12, (Sept. 195'3). 
i 
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After the achievement testing program in first grade, the chil-' 
I dren who were chosen most by their peers were also found to be 
i the high academic achievers. However, the children who had 
been popular in kindergarten were not the same ones who became 
high achievers in grade one, and their popularity seemed to go 
: 
down in favor of the high academic achievers in this particular.i 
.: study. 
1 McElwee took a selected group of three hundred pupils 
from Public School #208 in Brooklyn in grades 2, 3, and 4 to 
study personality traits and achievement. The teachers of 
these pupils were asked to rate them on the following persona-
lity traits: 
A. Desirable Traits 
1. Gets along well with other children 
2. Interested in school work 
3. Good effort 
'+. Quiet. 
5'. Attentive 
6. Obedient 
7. Calm 
B. Undesirable Traits 
1. Quarrels with other children 
2. Indifferent toward school work 
3. Excitable 
4. Talkative 
<). Restless 
6. Stubborn 
7. Listless 
The group of 208 pupils were subdivided by achievement 
ii 
, 1. McElwee, Edna Willis, "A Comparison of the Personality 
,, Traits of 300 Accelerated, Normal, and Retarded Children", 
·' Journal of Educational Research, Vol. 26, pp. 31-34, (Sept. 
1932). 
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the highest correlation, the I.Q. and the academic achievement 
the next highest, and the two academic (achievement and I.Q.) 
and the two social scores showed the least correlation. This 
at first may seem in opposition to Buswell's1 findings as it 
i! proves a difference between social adjustment and academic 
'I 
.I 
1 
ability, but Bonney2 shows there is some relationship which will 
;, 
" probably bear further study: 
' ,: 
,, The fact that all correlations between the 
measures of social success on the one hand, and 
the measures of intelligence and subject-matter 
on the other were positive were cited in support 
of the psychological generalization that all 
desirable traits are positively correlated. This 
point was further emphasized when the upper 
fourth in popularity were compared in respect 
to both I.Q.'s and academic achievement. All 
comparisons definitely favored the upper group. 
Stagner3 also tried to find relationships between per-
sonality, academic aptitude, and achievement. In this study i 
the linear correlation between intelligence, achievement and 
personality measures are low. The study shows that extreme 
personality influences aptitude and achievement. 
In Kvaraceus•4 study of 761 delinquents, it was found 
that the mean I.Q. for the delinquent group was 89 as opposed 
to a mean I.Q. of 103 for the non-delinquent group. Also that 
1. Buswell, Op.cit., pp. 37-52. 
2. Bonney, Op.cit., pp. 101-102. 
3. Stagner, Ross, "Relation of Personality, Academic Aptitude, 
, and Achievement", Journal of Educational Research, Vol. 26, 
il pp. 648-655, (May 1933). 
q 
'i 4. Kvaraceus, Op.cit., pp. 350-351. 
!;' 
i 
:~ 
i27't of the delinquents were failing as compared with 6% of the 
.! general student population. 44% of the delinquent group had 
;repeated a term or more of school, and most delinquents left 
' 
ischool as soon as they were 16. 
1 Alexander's study is based on )68 children of normal 
intelligence in two eastern cities. They were tested and 
divided on the basis of over-achievement, under-achievement, 
and normal achievement. Of this group only thirty-one were 
,found to be over-achievers and thirty-three under-achievers. 
i 
, It was found that all the grade repeaters who were tabulated 
,iwere found in the under-achieving group. Typical of the under-
'! achievers were poor work habits and poor social habits. From 
'\ 
this study it did not seem that the under-achievers had adjusted! 
well either to school or society. 
Achievement and adjustment and their relationship have 
ibeen studied in grades one and three by Atwood et al. 2 This 
study included 199 children in first grade and 126 in grade 
three. Using a rating chart devised by Brennan et al,3 the 
n. Alexander, Vincent A., A Study of the Factors Related to 
:!Over-Achievers and Unde -Achievers of Avera e Abilit at the 
· lementar Level, Master's Thesis, Boston University, 19 7. 
:2. Atwood, Deborah, et al., A Study of the Relationship 
: etween a Child's Achievement and Ad ustment in Grades One and 
'; hree, Master's Thesis, Unpublished, Boston University, 19 7. 
:( 
,3. Brennan, Estelle M., et al., An Ad.iustment Inventory for :~Primary Grades, Unpublished Master's Thesis, Boston University, 
I. 
,, 
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teachers rated children on adjustment and achievement as th~ 
teachers felt they stood in the e:rouD vri thin the cla,ssroom. 
Since this study is a continuation of Atwood's et al, 
1 Atvwod 1 s et al conclusions appeer in full: 
1. There appears to be a relationship between 
achieve~ent and adjustment. 
a. The total mean adjustment score for the 
high group in grade one was 73.12 
compared with 62.34 for the middle group, i 
and with 47.31 for the low group. Both 
differences were statistically significan~. 
b. The mean score for the midc,le group in ,, 
grade one was 62.34 compared with 47.31 
for the low group another significant 
difference. 
c. The total mean adjustment score for the 
hie:h group in grade three was 74.54 co•n-
pared with 63.63 as compared with 52.00 
for the low e:roup. Both differences 
were statistically significe.nt. 
d. The mean score for the middle group in 
grade three was 63.63 e.s compared vli th 
52.00 for the low group, another 
significant difference. 
2. No statistically significant relationship 
was discovered between achieve'1!ent and 
ad,justment when the data were analyzed 
according to specific subject areas in contra113t 
to the results noted when adjustment was 
compared to the overall e.chievement. 
3. There appears to be little relationship 
between mental age and adjustment. Both 
correlations were low and positive. 
4. The girls had slightly higher total adjust-
ment scores. The children in grade three 
were more alike than those in grade one. 
5. The adjustment by areas showed ree,ding and 
arithmetic to be more closely related than 
other subjects. 
1. Atwood, Ibid, pp. 88-89. 
i 
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VI. ADJUSTMENT AND READING ACHIEVEMENT 
Sources disagree on the importance of emotional factors 
and reading ability. There does seem to be a relationship 
between emotional disturbance and reading disability. Some 
, studies show one causitive and one the result. Some of the 
i following studies will show their interrelationships. 
A middle of the road view is taken by Blanchard: 1 
Our point of view would lead to a careful 
selection of the method of approach in each in-
dividual case of reading disability with 
remedial teaching for some and treatment for 
others. 
'l 
' 
,/ 
! 
:i 
This conclusion is based on Blanchard's work in the Philadelphi~ 
Guidance Clinic. Of seventy-three cases in 1925-32, sixty-
three were boys and ten girls. The majority of boys leads 
Blanchard to support the psychological theory that boys have a 
harder time controlling their masculine aggressive tendencies 
than girls have controlling their passive feminine feelings; 
therefore boys have a harder time reading. 
Stulpen2 found in working with two special schools in 
Chicago for maladjusted boys, that 90% were one or more years 
retarded in reading. Their reading difficulty stemmed from 
,, three main dif'ficulties: poor work habits, visual defects, 
' 
:I 
!i 
!· 
' i/1. Blanchard, Phyllis, "Reading Disabilities in Relation to 
,I Difficulties of Personality and Emotional Development", il Mental Hygi~J:l§., Vol. 20, pp. 384-412, (July 1936). I 
, 'I 
,I 2. Stulpen, Edward H., "Retardation in Reading and the Problem i/ f""t :J Boy in School"t Elementary English Rev~, Vol. 14, pp. 179- I' 
'! 182, (May 1937J. :1 
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I 
and low intelligence. The latter was not so low but what they 
! 
.: could be expected to read. Remedial reading techniques were 
:used and with much individual help, the results were grati-
fying. Stulpen feels the emotional adjustment and Personal 
satisfaction, which the boys experienced after improving their 
reading skill, were important. He writes: 
More important, however, than the progress in 
reading is the changed attitude of the problem boy 
toward school when he realizes he is learning to 
read. He ceases to play truant and instead 
becomes interested in his school work. Furthermore, 
when the problem boy gets a feeling of satisfaction 
from his school work he is less liable to go 
outside of school to win his success in anti-social 
and often delinquent behavior. 
In a study mainly devised to see how children's success 
in reading in first grade correlated with an information test 
; (this was especially devised for the purpose of testing a 
I 
1 child 1 s information of the facts in particular texts he was 
! going to use in first grade), 
! 
I other factors also. Peck and 
a relationship was found among 
McGlothlein1 report that: "Four 
factors -- informatjon, reading readiness, mental age, and 
personality adjustment seem most significant in influencing 
I 
1 reading success, having cor'relations of .617, .623, and .604 
,: respectively." Again adjustment and reading show a significant ii 
: correlation. 
ii 
11 -------------------
:11. Peck, Leigh and McGlothlein, L.E •, "Children 1 s Information 
•i and Success in First Grade Reading", Journal of Educational 
:1 Psychology, Vol. 21, p. 654, (Dec. 194-0). 
II 
:! 
.i 
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Gates1 states that there are two extreme points of view. I 
One is that there are so few personality maladjustments con-
' nected with reading disabilities that they do not even have to 
• be studied. The other point of view is that all reading dis-
' abilities stem from one big psychological maladjustment. It is· 
his contention that one type of child is emotionally cured 
when he learns to read and the other type of child when helped 
. emotionally learns to read. Often the truth of the matter is 
1 that both a reading disability and maladjustment are present. 
' 
·Specifically, Gates states: 
! 
My estimate is that among cases of very marked 
specific reading disability, about 75% will show 
personality maladjustment. or these the persona-
lity maladjustment is the cause of the reading 
defect in a quarter of the cases and an accompani-
ment or result in three-quarters. 
It is Gates' belief also that teachers should be able 
·to help 90% of the children with reading difficulties. The 
remaining 10~, which in terms of the total school population 
is only 2%, will need an expert type of outside help. 
In Wilking•s2 experience personality factors or emotiona~ 
:··maladjustment have been found with some cases of reading dis-
' abilities. In only one case is Wilking sure that the emotional 
difficulty came before the reading disability. The particular 
'i 
,jl. Gates1 Arthur I., "The Role of Personality Maladjustment in •' 
.! Reading Disability", Journal of _Ge11etic Psychol~, Vol. 59, ' 
'i pp. 77-83, (Sept. 1941). ! 
·~i 2. Wilking, s.v., "Personality Maladjustment As a Causitive 
,Factor in Reading Disability", Elementary School Journal, 
• Vol. 42, pp. 268-279, (Dec. 1941). 
. . 
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i ,, 
!case had to have psychoanalitical treatment. He leaves the 
\subject open to further research in this manner: 
I 
It has been aptly demonstrated that the pre-
ponderant number of reading disabilities respond 
to a straight educational approach and involve 
little or no personality maladjustment. Much 
more study of the problem is necessary before 
definite conclusions can be drawn concerning the 
role played by personality as a causitive factor 
or even an accompanying factor. 
Russe111 points out that in individual case studies 
35' 
as compared to large group studies more attention is given to 
the emotional disturbances in reading disability. Russell 
:raises the question as to whether the role of the clinician 
i 
,, 
., 
' 
,!influences him to attach more significance to the role of 
·:emotional disturbances than the role of lack of reading skill. :; 
Cussack, 2 studying the subject preferences of fifth 
grade children for reading and arithmetic reports: 
There is a significant dif~erence between the 
reading achievement of the total group and those 
who made reading their first choice in favor of 
the first choice group ••••• Another study in the 
research project tends to indicate that low 
achievers in reading tend to prefer arithmetic 
more than do high achievers in reading. This 
fact makes for interesting speculations which 
should be studied through further research • 
. 3 
Siegel, studying personality structure in eighty-four 
1. Russell, David, "Reading Disabilities and Hental Health", 
Understanding The Child, Vol. 16, pp. 24-32, (Jan. 1947). 
2. Cussack, Hary E., An Analysis of the Influence of Achieve-
ment on Preference for Reading and Arithmetic, Unpublished 
Master's Thesis, Boston University, 1948. 
i! 3. Siegel, Max, "The Personality Structure of Children with ·I f"t iiRead1ng Disabilities as Compared with Children Presenting Other 'i 
~- ·~·~- -=-~-4-9linica],_ Pro_blems" ,_ Nervous Child, V9J.•'"_l()__,_ PP~-~29-::~10 2!.?.~2,~ .. 1 ~--~··=c•"• 
' ~ I 
i 
' 
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, 
I 
;boys, forty-two of whom had behavior difficulties and forty-
two of whom had reading disabilities, found that there was no 
!one type of personality in either group that was typical of 
that group alone. Further research Siegel feels is needed in 
:this area. 
Robinson•s1 work in the University of Chicago Reading 
.·Clinic showed that of all the cases referred to the clinic 
!90% could be helped with remedial reading instruction. Only 
i the extremely maladjusted needed psychiatric help. However, 
.. the remedial teacher works with small groups or individuals 
; and creates a warm accepting atmosphere. Using good remedial 
,) techniques, the special teacher gradually changes the child's 
·' 
·attitude from one who cannot learn to one who can. Careful 
[gradation of material, having it on the interest of the pupil 
(particularly one who is over age) gradually helps a child win :1 
success. In these cases a child becomes better emotionally 
adjusted as he gains facility in reading. 
:I 
i 
:i 
I 
'i 1. Robinson, Helen, "Emotional Problems and Reading Disability"~~ 
·~1 Frontiers of Elementary Education, (Glennon, Vincent J. •i 
1 Editor), Syracuse University Press, 195'4, pp. 50-5'4. :1 
I, 'i 
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CHAPTER TWO 
PLAN OF THE STUDY 
1 As a contimuation of previous studies by Atwood, et Al . 
'i 
! and Brennan et al. , 2 it was decided to use the instrument i 
idevised by Brennan, et al3 to measure objectively the adjustmen~ 
I 'I 
1 
of the first grade child. Eldridge4 has proved the reliability I 
i 
'i of this instrument, since it was last used in a classroom 
study for comparing adjustment and achievement. To measure 
intelligence the Pintner Cunningham test was used. 
i 
The teacher's checklist for adjustment follows through .' 
a complete day's program. Brennan,' et al divided the school 
;day into three categories as follows: 
,, 
Formal - situations which involve instructiom 
by the teacher such as 
Arithmetic 
Reading 
La.Dguage Arts 
Spelling 
Physical Education 
Writing 
Science 
Music 
Art 
Informal - pupil-teacher situations, with direct 
supervisions, such as 
Atwood, et al., op.cit. 
Brennan, at al, op.cit. 
Loc. cit. 
.[ 
.; 
' 
,, 
! 
'I 
I 
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!! Outdoors 
Unsupervised play 
Coming to school 
Indoors 
In the corridors 
Before school in the classroom 
Free time in the classroom 
Milk time 
Individual - Situations in which a child is 
working independently such as 
Speaking to the class 
working alone 
Attention 
responsibility 
Work habits 
Reaction to visitors to the classroom , 
Reaction to favorable or unfavorable cri ticismi 
'i This approach indicated a need for a list of behavior .r 
' ';' 
patterns basic to the well-adjusted child. Such a list would :; 
.; 
establish a foundation upon which to build an objective measureir 
The following was compiled: 
Play-type activities 
Evidences of co-operation 
Evidences of courtesy 
Evidences of friendliness 
Evidences of responsibility 
Work habits in school 
Reaction to correction 
Reaction to the unexpected (e.g. fire 
Child's attitude toward the teacher 
Evidences of independence 
Interest in books 
Interest in things around him 
Attention span 
Ethical standards 
Evidences of security 
Evidences of poise 
Evidences of self-reliance 
Evidences of good sportsmanship 
Evidences of self-confidence 
Evidences of health habits 
Evidences of concentration 
Evidences of initiative 
Safety 
., 
' ! 
drills) :i 
'I 
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In observing these behavior patterns, it was noted 
, that the underlying difference between the so-called 'well-
: adjusted' child and the so-called 'poorly-adjusted' child was 
the presence or absence of certain personal qualities. It 
seemed advisable therefore, to observe the child's behavior in 
view of these basic qualities. They are: 
1. Self confidence 
2. Co-operation 
3. Self-reliance 
4. Concentration 
5. Responsibility 
6. Courtesy 
7. Initiative 
8. Health 
9. Emotional Stability 
10. Friendliness 
There are eighty-six items in the checklist. These 
items were designated to measure adjustment only -- not intelli~ 
! gence or achievement. Thus the type of item, which measured 
either intelligence or achievement was avoided. The following 
i is an example of such an item: 
' if 
:: 
'I i ~ 
,, 
•Works to the level of his own capacity.• 
Items which were not related to the personal 
behavior of the child were also eliminated, for example: 
'Remembers to bring his note when he has been 
absent. 1 
The same or similar items were used in different 
-;::.:;_:·:::;:=. ,~--::.-.o::::-..:=c.;::;-:=-:=.::-;.;:::.=;"""'-=-=···-.,-_=-==-,..:---::::."=,.,..,--~---..==---==--===--·.-::~-_,,.,,._;;::.~ 
·, 
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'l I ~ 0
:1 ac~ivities during the day since the child can be adjusted in on~ 
il situation and not necessarily in others. In each content area 
il il of the day's program such i terns as, 
!i 
d 
I' !i !; 
;] 
! 
! 
'Listens and follows directions' 
'Works well with one other child' 
'Responds eagerly' 
'Works independently' 
were included to give insight into the particular adjustment in il 
.: each area.l 
q 
The checklists were scored by ( ) a check which indi-
! 
i: :i 
11 cated a positive response. The omission of the check indicated i: 
II a negative response or failure of the i tern to apply. The 1 
,, positive responses were totaled for a possible score 
.i This is the checklist that was last used by Atwood: 2 
i 
' ! 
,j-----------!11. Brennan, et al, op.cit.,, pp. 26-27 
112• Atwood, et al, op.ci t., pp. 69-70 
li 
! 
i 
·, 
of 86. 
II 
II 
! 
.i 
:i 
'i Reading 
i 
-... -- --~·='--
CHECKLIST 
( ) 1. Goes to his reading group 
quietly. 
Handles materials carefully. 
Works well with one child 
Works well in a pupil-teacher 
situation. 
I < > 
! ( ) 
7. Asks questions when necessary. 
6. Is not tense. 
!() 
i' ( ) ! 
? •• Listens and follows directions. 
8 Is able to find page indepen-
dently. 
!i ( 
:; ) ~. Is not self-conscious when he 
reads aloud, either to 
teacher, small group, or 
class. 
'i ( ) 10. Does not sulk if he is not 
' chosen. 
i ( ) ll. Can be corrected without 
resentment ' 
i ( ) 12. 
'I ~ 5 t~: 
" ' 
" i ( ) 17. 
'I < > 16. 
' ( ) 1?. il 
:: ( ) 18. 
'i ( ) 19. 
,! ( ) 20. 
!() 21. 
'i 
Works well independently. 
Wants to improve his reading. 
Goes from one assignment to 
the next without delay. 
Finishes work on time 
Listens in a learning situation. 
Keeps his place when others 
are reading. 
Is not confused when two sets 
or directions are given. 
Responds eagerly. 
Does his work carefully. 
Attends to his own work even 
when several groups are 
working near him. 
\ ( ) 22. Corrects his errors. 
il Other Language 4rts 
II 
:! ( ) 1. Participates in the conver-
! sation group without mono-
; polizing it. 
I ( ) 2. Is not tense when speaking 
, ( ) with the group. 
I 3 •• Handwriting is accurate. i ( ) 4 Listens to stories and poetry. 
il ( ) 7. Records all his new spelling 
. words. 
!i ( ) 6. Is responsible for studying 
. ____ .. ,,.,,",L.~~~=·•-~-t~b~e!!!''!l~·=== 
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(Co-operation) (Responsibility) (Friendliness) 
(Responsibility) (Self-confidence) I (Emotional Stability) i (Concentration) I 
(Self-confidence) 
(Self confidence) 
r: 
'i 
' 
'l 
!I ii (Emotional Stability)!! 
:! (Emotional Stability) 1 (Self-reliance) :i (Co-operation) i[ 
(Self-reliance) (Concentration) (Concentration) ' :l 
(Responsibility) 
(Concentration) ! (Emotional Stability) !i (Responsibility) :i 
(Concentration) (Initiative) 
(Courtesy) 
ii 
:I (Emotional Stability) (Concentration) (Courtesy) 
(Co-operative) 
"' 
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:I 
. · .. 'I 
!I 
ij 
ij Music 
:1 ( ) 
I ( ) 
:1 ( ) 
'I < > 
! ( ) 
:: ( ) 
,: ( ) 
!' 
1. Listens quietly to music. 
2. Has good posture. 
3 •• Can and will sing alone. 
~ Will try to interpret music 
rhythmically. 
'). Is willing to try new ideas. 
6. Handles materials carefully. 
7. Listens in learning situations. 
!i Before School 
( ) 1. 
'I 
I ( ) 2. I 
i 
( ) ~: ( ) 
. , 
i ( ) '). ,, 
! ( ) 6. I 
'I Health 
( ) 1. 
:, ( ) 2. 
[ f ~ ~: 
! ( ) 5'. 
:, 
' il 
Enters school in an orderly 
manner. 
Is on time. 
Takes care of his clothes. 
Goes directly to his before 
school work • 
Appears alert. 
Is ready to start school. 
Has eaten a good breakfast. 
Is well groomed and clean. 
Uses handkerchief when needed. 
Sits and stands well. 
Keeps his hands away from his 
face and mouth. 
.I Opening Exercises 
; ~ 
I ~ ~ 
( ) 
1. Is willing to conduct opening 
excercises. 
2. Is sincere. 
(Courtesy) (Health) (Self-confidence) 
(Co-operation) (Emotional Stability) (Responsibility) (Concentration) 
(Responsibility) (Responsibility) (Self-reliance) 
(Co-operation) (Health) (Co-operation) 
(Health) (Responsibility) (Health) (Responsibility) 
(Health) 
(Initiative) 1 (Emotional Stability)'i 
,, 
' 
3. Willingly shares experiences 
with the children during 
"telling time." 
r 
(Self-confidence) 'l 
' Arithmetic 
( ) 
( ) 
( ) 
( ) 
:I 
( ) 
( ) 
! ( ) 
il ( ) 
!I 
. 1. Listens and follows directions. (Concentration) 
2. Goes to his group quietly. (Co-operation) 
3. Works well with one other child. (Friendliness) ~. Works well iA pupil-teacher 
situation. (Responsibility) 
'5. Listens in a learning situation. (Concentration) 
6. Asks questions if he fails to 
understand. (Self-confidence) 
7. Does his work carefully. (Responsibility) 
8. Goes from one assignment to the 
next without aelay. (Self-reliance) 
====-·-·-·---~c.~-.-~ --~ '' ··~-· '''··"'··•- . -·· 
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( ) 9. Responds eagerly. ( ) 10. Works independently. 
( ) 11. Handles materials carefully. ( ) 12. Is not confused when two sets 
( ) 13. 
of directions are given. 
Finishes work on time. 
Milk or Lypch Time 
( ) 1. Can leave room and go to lava-
tory without teacher super-
vision. ( ) 2. Is responsible for his own 
milk or lunch. ( ) ~: Carries on quiet conversation. ( ) Keeps self and surroundings 
clean. 
Act 
( ) 1. Handles materials carefully. ( ) 2. Shares materials willingly. ( ) ~: Is willing to try new media. ( ) Shows interest even though he 
has no talent. ( ) 
'· 
Appreciates the work of others. ( ) 6. Co-operates in group activities, 
such as murals, etc. 
Physical Edugation 
Seems active and full of energy. 
Offers suggestions. 
( ) :L. 
( ) 2. ( ) 3. 
: ( ) 4. Is a good sport. Follows the game leader. 
i ( ) '· ( ) 6. Takes his turn. Accepts defeat. 
; Social Studies and Sgience 
,: ( ) 1. Brings supplementary materials 
to class. ' 
' ~ ~ 2. Contributes ideas. 3. Handles materials carefully. 
!i General Observations 
, 
1. Behaves in a fire drill. 
2. Keeps his desk in order. 
3. Assumes classroom responsi-
bilities. 
,, 
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(Emotional Stability) (Self-reliance) (Responsibility) 
(Concentration) (Concentration) 
(Responsibility) 
(Responsibility) (Courtesy) 
(Co-operation) 
(Responsibility) (Friendliness) (Emotional Stability) 
(Emotional Stability) (Courtesy) 
(Co-operation) 
(Health) (Initiative) (Friendliness) (Co-operation) (Courtesy) 
(Emotional Stability) 
(Initiative) (Initiative) (Responsibility) 
(Co-operation) (Co-operation) 
(Initiative) ,. 
" :i 
I 
!I 
' 
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•i ( ) 
( ) ~. Does not tell tales. ?. Is not overly aggressive. (Courtesy) · (Emotional Stability)! 
Directions for scoring: If the child has a positive attitude 
'i as indicated by eaeh item, cheek the item. An omission of the 
'i cheek indicates a negative response or failure of the item to 
apply. There is a possible score of 86. 
•i 
;: 
All of the teachers who participated in the study were: 
experienced teachers. 
•i 
The three teachers who were not directly:! 
,II 
involved in the study were given Pintner-Cunningham Intelli-
gence tests, checklists, and classroom record sheets with the 
following letter' which was also used by Atwood:1 
Dear First Grade Teacher: 
The purpose of this study is to discover the 
relationship between a child's school achieve-
ment and his classroom adjustment. 
The rating scale covers all activities in a 
school day, Will you please check each child 
during one peried in each area? Complete the 
class record by rating as follows: 
1. Rate reading and arithmetic according to 
group 1,2,3, etc., 1 being the best 
reader. 
2. Rate penmanship, language arts, music, 
art, and physical education as good, 
average, and poor. 
Please return the classroom record sheet 
and the individual adjustment scale. 
The classroom reeord sheet used had these headings: 
Grade Names of Pupils 
Birth Date 
Sex 
I.Q. 
Reading 
Arithmetic 
1. Atwood, op.cit. 
--~·~ ~==#====~ 
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:i 
:i 
Penmanship 
Music 
Art 
Physical Education 
Total Adjustment 
,, 
ll 
! 
The ratings of good, average, and poor were given a 
, numerical grading as follows, Good = 1, Average • 2, Poor = 3 
: 
,: 
I 
so that they could be used for statistical purposes. On the !I 
i: 
checklists the number of checks for each child in each subject , 
i 
area were totaled. All data from classroom rating sheets and 
checklists were statistically tabulated. 
This study was carried out in one large city school 
system. A fairly heterogeneous socio-economic group were 
included. Although it did not involve any population from the 
:i 
" highest economic group in the city, it did involve population ,: ,I 
~: 
'! 
. from the middle and lower socio-economic groups. All children 1 
involved were in one of the four Grade One classes used in the 
study. The teachers did all the checking and grading; there 
i were no outside observers. The total group totaled 117 pupils; :: 
: 5'8 boys and 5'9 girls. The checking and recording took place in ·i 
! 
' 'January and early February so that children in Grade One would i 
i\ 
I 
! 
be adjusted to school and have made some progress in the three I 
I 
·i 
!I 
'I q 
i! ,. 
•I :: 
:I 
II 
:i-
·j 
., 
II 
:! 
!i 
':i 
II ;f 
;i 
!· 
Grade 
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CHAPTER THREE 
ANALYSIS OF DATA 
The data were analyzed to discover: 
1. The comparison between achievement and total 
adjustment scores. 
2. The comparison between achievement in 
specific areas and adjustment. 
3. The relationship of adjustment to achievement 
in each area. 
4. The relationship of mental age and class-
room adjustment. 
5. Comparison of classroom ad .JustJt~ent of boys 
and girls. 
6. !olean adjustment scores for each subject for 
total popUlation. 
7. The percentage of perfect adjustment scores 
in each area, 
Table I 
Comparison of Chronological Age 
and Hental Age in Grade I 
Number Mean S.D. Mean S,D, 
C.A. M.A. 
117 79 4.07 87 14.01 
mo. mo. 
·==~---- 47 - . 7 -,-_,.. .. ---- .. 
-- c;:-~-- --... - --- ----
'i I 
:: 
i 
In the first grades studied the children are of aver-
·i age chronological age for the grade, but the mean mental age 
i is 7 months above grade level. The standard deviation of 
:! 
I! 
,, 
,I 
·; 
; 
:: 
i 
:j 
the mean chronological age is 4.07, and the standard deviation 
' of the mean mental age is 14.01 which indicates e wider range 
of mental age. 
No. 
$3 
35 
29 
Table II 
Description of Achievement Groups according to 
Chronological and lilental Age for First Grade 
Group Mean 
C .A. 
High 79 mo. 
Middle 80 mo. 
Low 80 mo. 
S.D. 
3.38 
4.17 
5.12 
Mean 
M.A. 
94 mo. 
77 mo. 
75 mo. 
S.D. 
11.01 
The highest achievement group of 53 children in grade 
one had a mean chronological age of 79 months with a 
standard deviation of 3.38. Their mean mental age was 94 
months with a standard deviation of 11.61. 
The middle achievement group of 35 children had a 
mean chronological age of 80 months with a standard deviation 
of 4.17. Their mean mental age was 77 months with a standard 
deviation of 8.76. 
The lowest achievement group of 29 children had a 
,, 
mean chronological age of 80 months with a standard deviation, 
of 5.12. Their mean ~ental age was 75 months. 
Thus the data show that the highest achievement group 
has a mental age 1 year 10 months above their mean 
48 
The middle achievement group has a mean I chronological age. 
:i 
'' mental age 1 year and ? months above their mean chronological i! 
ri 
n 
' .I 
age. The lowest group has a mean mental age ~ months below 
their mean chronological age. 
Total 
Adjust-
ment 
86 
86 
Table III 
Comparison of Adjustment to Total Achievement 
In Grade One 
Achieve-
ment 
Group 
High 
Middle 
High 
Low 
No. 
n 
?3 
29 
Mean 
78.13 
61.60 
78.13 
5?.63 
S.D. sem 
8.93 1.2~ 
16.~7 
8.93 1.2~ 
1~.85 2.81 
Mean S.E.of 
Diff. Diff. 
16.53 
22.50 2.90 
Criti-
Cal 
Ratio 
?.~3 
! 86 Middle 
Low 
35 61.60 16.~7 2.82 
29 55.63 1~.85 2.81 
1.~7 
This table indicates that there was a significant 
:: difference between high and middle achievers and an even 
higher significant difference between high and low achievers. 
There was not a significant difference between middle and low 
achievers. 
I' I' 
49 
il .. t! 
Table IV 
Comparison of Adjustment and Achievement in Six Subjects 
Subject Achieve- No. Mean S.D. sem Mean S.E.of Criti- :i 
" ment Diff. Diff. cal 1: 
' 
G;tQUJ2 Ra,:!;;l.o 
I 
I 2.06 5.84 .943 6.19 i Reading High 53 20.73 .29 
i Middle 35 llt.89 5.23 .90 
High 53 20.7~ 2.06 .29 9.25 .906 10.20 
' Low 35 11.1t lt. 55 
' :; !i Middle 35 llt.89 5.23 .90 3.ltl 1.25 2.73 
Low ~j ll.lt8 lt.22 .86 High 11.74 1.62 .22 3.20 .602 5.31 
Arithmetic Middle 35 8. 54 3.26 .56 
'i High 53 11. 7lt 1.62 .22 5.lt7 .657 8.32 
I Low 29 6.27 3.29 .62 
'i 
' 
!! 
Middle 35 8.54 3.26 • 56 2.27 .835 2.72 
Low 22 6.22 3.22 .62 
i' High 53 1+.70 .895 .123 .93 .20 4.65 'I 
·I 
Language Middle 35 3.77 .981 .161 
,I Arts 
,[ High 53 lt.70 .895 .123 1. 56 .26 6.00 
:! Low 29 3.llt 1.2lt8 .23lt 
!.fiddle 35 3.77 .981 .161 .63 .29 2.16 
Low ~§ ~:~6 11 2lt8 ·2~lt High 1.03 .1 3 .69 .21 3.28 
': Physical Middle 35 4.71 1.09 .187 
i Education 
High 53 5.lto 1.03 .lit~ 1.19 ~JO 3.96 
Low 29 4.21 l.lt2 .26 
Middle 35' 4.71 1.09 .187 .50 .33 1.51 
Low 22 4.21 l 1 lt2 .268 High 53 6.oo 1.51 .210 .86 
.373 2.31 
'i Music Middle 35 ').lit 1.82 .312 
High 53 6.00 1.51 .210 l.llt 
.395' 2.88 Low 29 lt.86 1.77 .33lt 
Middle 35 5.llt 1.82 .312 .28 .It 55 .615 I Low ~2 !t.86 J .22 33!± 
;I High 53 5.59 .759 .105 .70 .29 2.ltl " !I 
I Art Middle 35 lt.89 1.387 .238 :I ! 
" 
i High 53 5.59 .759 .105 .31 .29 1.07 rl 
" il ···~====·~-=~==~· - Low ___22 5.28 1.220 -~ .. ~~2..- . - .. 0"'":-.. .:..: ,-;_:-:._ -~c~-===-:,; I 
i Middle 35 lt.89 1.387 .238 .39 .33 1.18 Low 29 2:.2a 1.220 .230 • 
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This table indicates that there was a significant 
!! ii difference between high and middle achievers, high and low 
•' 
" :j 
!i achievers, and middle and low achievers in reading and arithme-i' 
' 
'I tic. In language arts and physical education the difference 
!!between high and middle and high and low achievers were signi-, 
I i! 
l ficant, but the differences between middle and low achievers 
:_were not significant. In Music the only significant difference : 
,was between the high and low achievers and in art although the 
1 
highest difference was between high and middle achievers, it 
1
: was not significant • 
. I 
Table V 
Relation of Adjustment to Achievement in Six 
Subject Areas in Grade One 
Factor No. r • SEr 
Reading 117 • 631 .05'5 
Arithmetic 117 .51~ .068 Language Arts 117 .37 .079 
Physical Education 117 .305 .o84 
Art 117 .125 .092 
Music 117 ,088 .091 
This table shows that all correlations were low and 
'positive. The highest was reading with an r. of .631 and a 
·;standard error of .055. The next highest was arithmetic with 
,
1an r. of .513 and a standard error of .o68, Third was Language 
!!Arts with an r. of .376 and a standard error of .079. Fourth 
!was Physical Education with an r. of .125 and a standard error 
I 
li 
i 
,
1
or .092. Sixth was Music with an r. of .088 and standard error 1 
!i i10f 091. 
i' I 
il 
All correlations were computed by the Pearson Product 
jiMQment Formul_a ._ __,=c==-=~~=o==~==• ___ -, 
I' 
:{ 
., 
-.-.,l-.. _ -
Table VI 
Relation of Mental Age and Total Classroom 
Adjustment for Grade One 
No, r SEr 
117 .233 ,084 
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This table indicates that there was a low positive 
correlation between Mental Age and Classroom Adjustment. 
Boys 
Girls 
Table VII 
Comparison of Adjustment Scores for Boys 
and Girls in Grade One 
No, Mean S,D, SEm Diff,of S,E, of Critical 
Means Diff. Ratio 
5'8 65'.80 17.19 2.26 1,28 
5'9 
The mean adjustment score for the boys was 65',80 out 
of a total possible score of 86. The Standard deviation for 
the boys was 17.19, the standard error of the mean 2.26, The 
girls mean adjustment score was 69,81 out of a total possible 
score of 86, The girl's standard deviation was 15',5'5' and the 
standard error of the mean was 2.04. The difference in the 
:means was 3.91 and the standard error of the difference was 
! 3,05' with a critical ratio of 1,28, which shows there was no 
,i significant difference between the boys and girls although the 1 
' 
·i 
; girls ranked slightly higher, 
·i 
~''··' •~=.c-c•o~c"'!~~,=-==••==-••·====-=-c•=o=. ==== 
I 
ii 
Boston Uni.vers.::_ -'-)' 
i Sohool of Edu_c_a t ior, 
~ .... -=:--- L 1 b.rar;¥; ..- .., 
· ,-- ~-o·.-;·,,-.:;-:::_-=. "'-'--#':"'"--_-o,-='.-...,-=·-::oo·._c. · 
" !{ 
H 
i( 
!i 
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Table IX 
Percentage of Perfect Scores and Probable Error of the 
Percentages of Perfect Scores for Grade One 
, Subject % Perfect S.E. Sq,of S,E, Sq. 
:Art 70,08 4,2 
4.6 
17.64 
21.16 
,00176 
'Music 41.03 ,00212 
:! Physical Education 40,17 4.5 20,25' ,00202 
28.5'1 4,1 16.81 '!Reading 
3.8 14.44 
.00172 
,00144 :Language Arts 21.37 
20.5'1 13.69 :' Arithmetic 3.7 ,00137 
This table indicates that the subject which had the 
highest percent of perfect scores was Art with ?0,08 perfect 
scores, The standard error of the percent was 3,6 and the 
square of the standard error was 12,96 and the square was 
,00129. The subject which had the second highest percent of 
perfect scores was Music with 41,03 perfect scores, For music 
the standard error of the percent was 4,6 and the square of 
the standard error was 21.16 and the square was ,00212, 
Physical Education had the third highest percentage of perfect 
scores with a percentage of 40,17. For Physical Education 
i the square of the standard error is 20,25' and the square 
': ,00202, Reading had the fourth highest percent of perfect 
,: scores with a percentage of 28,5'1. The standard error of the 
:; 
i1percent was 4,1, the square of the standard error was 16,81 
') 
and the square was ,00172, Language Arts was next to the 
! lowest with 21,37 perfect scores. The standard error of the 
!percent 3,8, the square of the standard error was 14.44 and 
ithe square was ,00144, Arithmetic had the lowest percent of 
'' perfect scores with 20.51 perfect scores, The standard error 
:: 
ii 
tf-
'1 
i 
,. 
! 
Means 
Subject 
Art 
Physical Ed. 
Reading 
Arithmetic 
Music 
Language Arts 
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Table VIII 
of Adjustment in the Six Subject 
Areas for Grade One 
Possible Mean S.D. SE of 
Score Mean 
6 5.29 1.18 .110 
6 4.90 1.19 .111 
22 16.88 5.51 .509 
13 9.45 3. 52 .329 
l 5.32 1.92 .178 4.01 1.28 .119 
N-117 
Art had the highest mean proportionately with a mean 
:1 of 5.29 out of a possible score of 6. The standard deviation 
'; was 1.18 for Art and the standard error of the mean was .110 • 
. i 
, Physical Education was second with a mean of 4. 90 out of a 
possible score of 6 and the standard deviation was 1.19 and 
!: the standard error of the mean was .111. Reading was third 
! w1 th a mean of 16.88 out of a possible score of 22 and the 
' 
I standard deviation was 5.51 and the standard error of the mean 
was .509. Arithmetic was fourth with a mean of 9.45 out of a 
possible score of 13 and the standard deviation was 3.52 and 
the standard error of the mean was .329. 
i ~ 
" The standardli 
; deviation was 1.92 and the standard error of the mean was 
.178. Language Arts was sixth with a mean of 4.01 out of a 
' possible score of 6 and the standard deviation was 1.28 and 
i the standard error of the mean was .119. 
:I 
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If 
' 
,I of the percent was 3.7, the square of the standard error was 'I ' 
13.69 and the square was .00172. 
I 
I 
:; 
i 
!i 
! !! 
i! 
I 
I 
I 
:i 
CHAPTER IV 
S'(JM}.fARY AND CONCLUSIONS 
55 
il 
if 
The purpose of this study was to discover the relation1 
,I ships of adjustment and school achievement. 117 children in 
i il grade one were studied. The adjustment ratings were made by 
1: 
I the classroom teachers and achievement was based on group 
! 
.I 
ii '!placement within the classrooms and teacher's grading. I 
The following conclusions may be drawn: 
1. There appears to be a relationship between 
achievement and adjustment. 
a. The total mean adjustment score for the 
'I 
I 
;i 
high group in grade one was 78.13 compared 1 
·: 
with 61.60 for the middle group and with 
?5.63 for the low group. Both differences 
were statistically significant. 
b. The mean score for the middle group was 
61.60 compared with 55.63 for the low 
group. Although there was a mean differ-
ence of 5.83 it was not statistically 
significant. 
I 
c. In the comparison of adjustment and achieve-t\ 
ment in six subjects by achievement groups 
there was a significant difference between 
1 
'I 
high and low achievers in every subject 1! 
CCO",CCC''CC="'" ,' --.~=· .~.=·.cccc="C.,CCCC,CC=====,~~=·· =='I .. CC.CC"~" 'C>.=~ ., .,, . "," ~,,,,,J,,,,=,>=~·c~.,='C 
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:i 
except art, and a significant difference 
between high and middle achievers except 
in art and music. Although there was a 
difference between middle and low achie- ; 
:! 
vers in all subjects, the only statisti-
cally significant differences were in 
reading and arithmetic. 
,, 
d. The correlation of adjustment to achieve-;: 
!i 
'I ment in the six subject areas indicates ; 
a low positive correlation which varies 
with the subject. Reading shows the 
highest correlation with an r. of .631 
and music the lowest with an r. of 
.088. 
2. There is a low positive correlation between 
mental age and total classroom adjustment. 
The r. is .233. It can be concluded that 
mental age although a contributing factor 
is not highly correlated to adjustment in 
grade 1. 
3. The critical ratio between adjustment of boys 
and girls was not statistically significant, 
1.28, although the girls ranked slightly 
above the boys. 
;i 
'! 
' 
' 
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